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A series of workshop materials was developed to help educators
meet the academic and social needs of students at Goldendale Primary
School in Goldendale, Washington. The targeted students are those who
make insufficient academic and social progress in mainstream classrooms.
The materials included in the workshop series consist of assessment
training, behavior management strategies, and curriculum adaptation and
modification skills that can be used by rural primary mainstream teachers.
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CHAPTER ONE
BACKGROUND OF THE PROJECT
Introductjon
One of the primary goals of special education is to place students
with disabilities in their least restrictive educational environment. For
many students, especially those with mild to moderate disabilities, the
least restrictive environment includes the general education classroom.
Ongoing collaboration between special and general educators is required
for these placements to be successful. Quality programs are contingent
on general educators possessing the necessary skills to effectively meet
the educational needs of students with disabilities. Despite these
prerequisite requirements for successful implementation, ·many general
educators are without sufficient time, training, or materials/personnel
resources (Scruggs & Mastropieri, 1996).
Purpose of the Project
The purpose of this project was to develop a series of workshop
materials designed to help general education teachers at Goldendale
Primary School meet the academic and social needs of students who
make insufficient academic and social progress in their mainstream
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classrooms. These materials are based on a review of best practices for
primary grade children with special needs.
Significance of the project
Mainstreaming/inclusion is an educational placement option legally
mandated by Congress as part of the least-restrictive-environment
portion of the Individuals with Disabilities Education Act (IDEA) (Public
Law 105-17) (Turnbull, Turnbull, Shank & Leal, 1999). The success of
mainstream/inclusion placements has been well documented (Hobbs &
Westling, 1998). However, this success may not occur if general
educators are insufficiently trained and supported in their efforts to meet
the needs of students with disabilities (Scruggs & Mastropieri, 1996).
Limjtatjons of the Project
The workshop materials developed in this project were specifically
designed for use with the Goldendale Primary School staff. As staff
composition and needs may vary from the target staff, these materials
may not be appropriate for other districts or grade levels. However, it is
hoped that these materials could be easily adapted to other schools and
grade levels.
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Definition of Terms
For the purpose of this project, the following terms have been
defined for clarification:
Inclusion " [Students with disabilities will] be educated and
participate with other special education students and nondisabled
students [in general school activities]." (WAC 392-172-159, c (iii),
2000).
Individuals with Disabilities Education Act (IDEA) The federal law
governing how students with disabilities are educated in public schools.
Least Restrictive Environment A guideline in the federal legislation
mandating that,
... the provision of services will be provided to the maximum extent
appropriate in the general education environment with students
who are not disabled and special classes, separate schooling or
other removal of students with disabilities from the general
educational environment occurs only if the nature or severity of the
disability is such that education in general classes with the use of
supplementary aids and services cannot be achieved satisfactorily
(WAC 392-172-172, 1-2, 2000).
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Multjdjcjplinary Team (MDT) A team of educational professionals
and child advocates that reviews assessment data and makes program
and placement decisions related to students with disabilities. This team
includes, but is not limited to the following members: the parents(s) of
the student; at least one general education teacher; at least one special
education teacher; a representative of the school district; an individual
who can interpret the instructional implications of evaluation results;
other individuals who have knowledge or special expertise regarding the
student; and if appropriate, the student (WAC 392-172-153, 2000).

CHAPTER TWO
REVIEW OF RELATED LITERATURE

Introduction
With vastly different achievement, performance, and interest levels,
widely varying learning styles, family backgrounds, and primary
languages, primary-grade students (those in grades K - 4) present
unique and often challenging teaching opportunities for the educational
profession (King-Sears, Burgess, & Lawson, 1999).
Children in these grades are generally between the ages of five and
ten years with a few as old as eleven or twelve due to delayed entry or
retention. These children are experiencing a whole new level of social
and emotional development. For many children, especially kindergarten
students, this may be a first-time experience in a large, structured group
setting. They are faced with volumes of new information and knowledge
as well as social situations and rules they may not have experienced.
Child Development and Needs
In their book Introduction to Psychology (UJh edition), Rita L.
Atkinson and her colleagues describe the transition of primary-grade
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children between Piaget's Preoperational and Concrete Operational
developmental stages. Language and reasoning skills are developing
from the single-focus, egocentric perspective to a multi-faceted,
empathetic perspective (Atkinson, Atkinson, Smith, & Bern, 1990).
Social skills are also developing from a foundation level; including starting
a conversation, grooming, entering a game, and giving appropriate
positive feedback to others, to intermediate and advanced levels;
including accepting negative feedback, assertiveness, resisting peer
pressure, and anger management (Rhode, Jenson, & Reavis, 1995).
Normal maturation of these cognitive and social-emotional skills is
dependent on the child's basic human needs being met at an adequate
level (Shea & Bauer, 1991 ).
According to Shea and Bauer (1991 ), children have seven basic
human needs: love, behavior management leading to self discipline,
intellectual development, freedom to explore, feedback, joy of living, and
physical care, nourishment, and safety. Shea and Bauer suggest that
these needs must be met in order for the child to experience success in
life. A discussion of each follows.
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The need for love "All humans need to love and to be loved. A
child's survival depends on the giving and receiving of love" (Shea &
Bauer, 1991, p. 10).

Having this need fulfilled promotes emotional

stability, which is the foundation of a healthy childhood (Shea & Bauer,
1 991).
The need to be behaviorally managed

This is a process leading to

self-discipline. "Behavior management is acting to help children develop
self-fulfilling, productive, and socially acceptable behaviors. Selfdiscipline is the goal of all behavior management: to allow children to
gain control over their behavior in varied circumstances involving many
individuals and groups" (Shea & Bauer, 1991, p.11 ). Self-discipline is a
complex series of skills that allows the child to evaluate a given situation
and determine the best behavior to achieve a desired result. These skills
grow and develop as the child experiences new and challenging situation
and circumstances (Shea & Bauer, 1991 ).
The need for intellectual development For school-age children, the
responsibility for this need is shared by the parent and the school.
Among the most important facets of this need are the development of
reading and language skills (Shea & Bauer, 1991 ).
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The need for freedom to explore From this perspective, children
learn vast amounts by interacting with their environment. However, this
implies that children also require limits within which to explore. "Ibey do
not benefit from exploring topics beyond their comprehension nor can
they learn effectively if they explore so many areas that they explore
nothing in depth" (Shea & Bauer, 1991, p. 14). Ibey must also be
protected from physical and psychological dangers fill they explore (Shea
& Bauer, 1991 ).

The need for feedback "Children develop and modify their selfimage as a result of feedback" (Shea & Bauer, 1991, p. 14).
Constructive feedback is necessary in the development of new skills but
it is also valuable in reinforcing previously learned skills (Shea & Bauer,
1 991).
The need for "joy of living"

"Children's lives should be exciting,

interesting, and satisfying. They should feel the joy of living rather than
to view life as a trial to be endured with caution, fear and suffering"
(Shea & Bauer, 1991, p. 15). In order for this to occur, adults must not
demand unwanted or undesirable participation in activities, foster
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destructive competition, and/or impart unattainable expectation (Shea &
Bauer, 1991 ).
The need for physjcal care, nourishment and safety "Children's
physical well-being not only is important in itself but also has a major
impact on all other aspects of their psychosocial development.
Chronically ill, undernourished, or abused children have difficulty
functioning effectively.

Moreover, their pain, discomfort and insecurity

create a distorted perception of reality and a negative self-concept"
(Shea & Bauer, 1991, p.16).
Shea and Bauer describe the process of striving to fulfill these basic
human needs as, "the art of parenting." They also note that whereas
the responsibility for meeting these needs is shared with school
personnel, it emphasizes the importance of the parent-teacher
relationship (Shea & Bauer, 1991 ).
Despite the obvious importance of meeting a child's basic human
needs, it is important to note that many children suffer physical and
emotional neglect because their caregivers cannot provide the physical
and/or psychological necessities of life. Some caregivers are unaware of
what their child needs while others, because of personal and/or
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emotional impairments, may not be able to respond to their child's needs
(Shea & Bauer, 1991 ).
Emotional and Behavioral Disorders
An emotional or behavioral disorder has been described as, "a
chronic condition that is characterized by behavioral or emotional
responses that differ from age, culture, or ethnic norms to such a degree
that educational performance is adversely affected" (Turnbull, et al.,
1999). When a child's needs are not met, physical and/or socialemotional deficits can occur. These deficits can manifest themselves as
emotional and behavioral disorders. However, it is important to note
that it is extremely unlikely that the exact cause or, more likely, the
causes of an emotional or behavioral disorder can be empirically
determined (Turnbull et al., 1999). Hallahan and Kauffman (1994)
classify the potential causes of behavioral disorders into four major
categories: biological disorders and disease, pathological family
relationships, negative cultural influences, and undesirable experiences at
school. Any or all of these factors may predispose a child to exhibit
problem behavior or precipitate an existing tendency. Recent studies
suggest that three to five percent of children have emotional or
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behavioral disorders, yet as few as one percent are identified (Turnbull et
al., 1999).
Behaviors fall into two broad categories: internalizing behaviors and
externalizing behaviors (Hardman, Drew, Egan, & Wolf, 1990).
Internalizing behaviors seem to be directed more at the self than at
others. Depression, anxiety and phobias are classic examples of
internalizing disorders because their effects are less visible to
surrounding persons. Externalizing behaviors, on the other hand, tend to
be directed more at others (than at themselves.) Externalizing behaviors
may have a greater observable impact on those around them and
therefore are often more readily identified and served by public agencies.
Conduct and oppositional-defiant disorders are classic examples of
externalizing disorders (Hardman et al., 1990).
According to Atkinson et al., the Diagnostic and Statistical Manual
of Mental Disorders,

3rd

edition, revised (DSM-111-R) is a tool widely

utilized by the mental health community, for classifying behavioral and
mental disorders. The DSM-111-R provides an extensive list of disorders
and subcategories as well as a description of the symptoms that must be
present for the diagnosis to be applicable. It is especially useful in
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determining treatment and prognosis for the individual (Atkinson et al.,
1990).
Labeling and Placement Decisions
Despite having just defined and categorized the characteristics of
emotional and behavioral disorders, it is important to note that there are
inherent dangers in grouping or labeling individuals. One of the greatest
risks of categorization is the tendency to overlook the unique behaviors
and characteristics of the individual and expect them to, and treat them
as if, they conform to the generalized classification (Atkinson et al.,
1990). This can be especially true for persons who have limited
knowledge of, or first-hand experience with, a particular disability.
Service providers may forget that labeling is a descriptive rather than an
explanatory process. In other words, labeling describes what is
happening rather than explaining why it is happening (Polloway & Patton,
1993).
However, in order to fund and manage state and government
programs, these labels or classifications are necessary and clerically
beneficial (Turnbull et al., 1999). Federal laws have been implemented
to address this area.

In 1997, Congress reauthorized the Individuals
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with Disabilities Education Act (IDEA) (Public Law 105-17). This federal
law re-establishes five basic principles governing how students with
disabilities are educated within the schools:
•

All children with disabilities must be given an education.

•

It must be provided in the least restrictive appropriate
placement.

•

Education is to be individualized and appropriate to the child's
unique needs.

•

Services are to be provided free.

•

Procedural protections are required to ensure that the
substantive requirements are met (Rothstein, 1995, p. 21 ).

Emotional and behavioral disorders are evaluated and diagnosed
based on a long-standing pattern of behavior that is demonstrated to a
marked degree and that adversely affects the educational performance
of the individual (Rothstein, 1995). Turnbull et al. (1999) list the
standards for diagnosing an emotional and/or behavioral disorder as
defined in IDEA:
The term means a condition exhibiting one or more of the following
characteristics:
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•

An inability to learn that cannot be explained by intellectual,
sensory, or other health factors

•

An inability to build or maintain satisfactory interpersonal
relationships with peers and teachers

•

Inappropriate types of behavior or feelings under normal
circumstances

•

A general pervasive mood of unhappiness or depression

•

A tendency to develop physical symptoms or fears associated
with personal or school problems (Turnbull et al., 1999, p. 164).
Within the school setting, these standards are applied by a

Multidisciplinary Team (MDT) of professionals which may include a school
psychologist, a counselor, a special education teacher, a general
education teacher, a parent and/or child advocate, the child, and any
number of curriculum specialists. The general education teacher plays a
vital role on this team. Whereas the other MDT members draw their
assessment data from a clinical setting, the classroom teacher brings
daily, experiential data to the decision-making process.
The MDT is governed by guidelines and regulations set forth in
Chapter 392-172 of the Washington Administrative Code (WAC) which
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are in strict accordance with the federal regulations implemented by
IDEA. This team carefully reviews academic, social-emotional, behavioral,
medical and/or developmental-history data gathered and presented by
its members, and determines whether a child qualifies for educational
and/or related services. The MDT is also responsible for ongoing
evaluation of program and placement appropriateness (Overton, 1992).
In addition to specifying how students will qualify for educational
services, IDEA outlines the nature of services that students will receive.
One of six principles governing IDEA is that of least restrictive
environment, also known as the mainstreaming, integration and/or
inclusion principle. This principle provides that, to the maximum extent
possible, a child with disabilities will be educated with children who do
not have disabilities (Turnbull et al., 1999). In accordance with the least
restrictive environment principle, school districts must offer a continuum
of educational placements ranging from regular classroom placement to
homebound or hospital placement.
Resistance to Inclusive Practices
Statistics indicate that more than 70% of students with disabilities
are educated at least part time in the general education setting (Turnbull
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et al., 1999). Despite this statistic and that years of research and
documentation support the benefits and successes of inclusive practices,
many general educators remain resistant to including children with
disabilities in their classrooms. Many others, although willing, feel clearly
unprepared to successfully include these students in their mainstream
settings. As few as one fourth of surveyed teachers reported having,
"sufficient time, training, or materials/personnel resources to implement
mainstreaming/inclusion successfully" (Scruggs & Mastropieri, 1996, p.
71 ). Thus, there is a need to acquaint many inclusion teachers with
effective classroom practices.
Educational Best Practices
To begin, teachers must possess a skill for maintaining a quality
environment that fosters learning. Effective teachers utilize a
comprehensive classroom management plan to ensure this (Sprick,
Garrison, & Howard, 1998). Such a plan details measurable learning and
behavioral goals and outlines specific assessment tools to be utilized in
measuring progress. Among the most important facets of a
comprehensive classroom management plan are assessment strategies
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and tools, behavior management practices, and curricular adaptations
and modifications.
The best assessment strategies are child-centered (e.g. classroom
based) and designed to monitor student achievement and help the
teacher make informed decisions regarding management, curriculum
choices and instructional deliveries (Overton, 1992).

Informal

assessments such as worksheets, teacher observations, and curriculumbased tests can be utilized in a daily data collection plan. Such data
provides immediate feedback to the teacher so that adjustments can be
made. Other assessment options such as portfolio assessments provide
a cumulative overview of student accomplishments (DeFina, 1992).
Of substantial importance to effective inclusion are behavior
management strategies.

Potentially the best deterrents to misbehavior

are advanced planning and the teaching of specific behavioral
expectations (Sprick et al., 1998). Pragmatic skills for addressing
behavioral issues within the classroom would include defining problematic
behavior, collecting measurable data, implementing behavioral change
strategies, and reinforcing appropriate behavior (Daniels, 1998).
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Adjusting activities and instructional practices to meet individual
student needs helps to further reduce behavioral difficulties. Additional
training in each of these management areas would better prepare
educators for meeting the needs of all students in an inclusive setting,
and specifically those with disabilities.
Supportino General Education Teachers
Many general education teachers are currently supported through
intervention teams. These teams are comprised of similar members as
the MDT and function in much the same way. Rather than special
education qualification, however, the focus of this team is on prereferral
interventions. The goal of the team is to define the problem, propose
possible solutions, select and outline a strategy and monitor the
outcome (Fuchs, Fuchs, Reeder, Gilman, Fernstrom, Bahn, & Moore,
1989.) Two of the published models of these intervention teams can be
found in Mainstream Assistance Teams (MAT): A Handbook on Prereferral
Intervention by Fuchs and his colleagues (1989) and Interventions:
Collabora1ive Plannino for Students at Risk by Sprick and his cohorts
(1993). While these programs have been effective, the chief drawback
to these support programs is the large quantity of time required to
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conduct the meetings, the difficulty of coordinating the schedules of
team members, and the follow-up monitoring necessary to successful
implementation (Fuchs, Fuchs, & Bahr, 1990).
Another approach for supporting general educators is the
implementation of consultation and collaboration between general
education and special education teachers. This model is based on smallgroup interactions and teams general and special educators to plan and
implement instruction designed to meet the individual needs of a student
(Chalmers & Olson, 1995). This system "offers the opportunity to
capitalize on the diverse and specialized knowledge of general and
special educators who have had different training and experiences"
(Wood, 1998, p. 182). However, in order for an educational team to
collaborate effectively according to this model, it must possess and
utilize fairly sophisticated small-group interpersonal skills including trustbuilding, group communication, problem-solving, and conflict resolution.
Unfortunately, few teachers (general education or special education)
have received comprehensive training or practice in these collaborative
skills (Wood, 1998).
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Although the above strategies may achieve successful results, the
interventions and transference of skills is limited to the participants who
express a need for assistance. An alternate method that would
encompass a greater number of educators and better prepare them for
multiple situations is the presentation of practical workshops designed to
teach classroom strategies for meeting the needs of students with
special needs. Topics of particular relevance would include assessment,
behavior management and curriculum adaptations. This project was
undertaken to develop a series of materials that could be used in
workshops for teachers who are interested in including children with
special needs.

CHAPTER THREE

PROCEDURES
Purpose
Because of small numbers of students and limited space, teachers
in rural settings are typically expected to meet the needs of students
with special needs in inclusive classrooms. According to some data, many
general education teachers feel unprepared for this responsibility
(Scruggs & Mastropieri, 1996). In order to provide appropriate
instruction, general education teachers need an effective means for
acquiring educational practices for including students with special needs
related to assessment, behavior management and curriculum adaptation
and modification. As a teacher who was trained in special education, I
have the opportunity to share effective practices with inclusion teachers.
Need for the Project
It is the practice of the Goldendale School District to include
students with disabilities into the general education classrooms to the
maximum extent appropriate. Being a rural district, however, resources
for supporting students with disabilities are at a premium. For example,
the Goldendale Primary School, consisting of 500 students, employs only
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one full-time special education teacher for grades kindergarten to fourth
grade. Given that approximately 12% of students (n=60) qualify for
special education services, many of whom are placed part or full time in
the general education classrooms, the special education teacher
experiences extreme time constraints in attempting to meet each
student's needs. The special education teacher in this setting cannot
provide direct support to each child. Adjusting to meet the needs of
students with special needs may not be an area in which the general
education teachers have been trained.
Procedures of the Project
The author reviewed the current literature and resources related to
meeting the needs of students with disabilities in the general education
classroom. Within the classroom, the student with behavioral difficulties
is often a more prominent problem for the classroom teacher (Kauffman,
1993}. For this reason, the author focused on the area of students with
behavioral difficulties as she researched best practice techniques and
strategies for assessment, behavior management, and curriculum
modification. The author then created a resource handbook to be utilized
in a workshop setting for training general educators on meeting the needs
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of students with disabilities in their classrooms. The strategies described
in this handbook, while largely based on a review of practices for students
with behavioral disorders, lend support for all students (Salend, 2001 ).
Planned Implementation and Assessment of the Project
The materials created in this project are intended for
implementation at the Goldendale Primary School during the 2001/2002
school year. The following time table will produce the most effective
results.
Implementation Time Table
Training 1

Introduction

August lnservice

6 hours

Assessment
Workshop 1

Discussion

September (1st week)

1 hour

Training 2

Behavior Mgnt.

October lnservice

6 hours

Workshop 2

Discussion

November (1st week)

1 hour

Workshop 3

Discussion

December (1st week)

1 hour

Training 3

Curriculum

January lnservice

6 hours

Workshop 4 - 7

Discussion

Monthly (1st week)

1 hour

The author intends to be the primary facilitator during each of the
training sessions with additional support from the current special
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test. The survey selected was created by Vera I. Daniels and Sharon
Vaughn and published in the May/June 1999 issue of Teaching
Exceptional Children. The instrument is based on the Council for
Exceptional Children's Common Core of Knowledge and Skills for All
Beginning Special Education Teachers and attempts to glean general
educators' perceptions of knowledge and skills in relation to working with
students with disabilities. It is hoped that after participating in the
project workshop(s), the general educators' perceptions of knowledge
and skills would improve, especially in the areas of assessment, behavior
management, and curriculum modification.

CHAPTER FOUR
THE PROJECT

The following material is a comprehensive handbook for training
general educators to better meet the needs of students with disabilities
in the areas of assessment, behavior management, and curriculum
modification.
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Meeting The Needs

Of All Students
(K-4)
Resource Handbook:
A Series of Workshops
For Mainstream Teachers

By Carren Tal Iman

Goldendale Primary School
Goldendale, Washington
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Training Facilitator's Notes
The following notes are included to assist the training
facilitator in utilizing this handbook.
I.

Introduction
This section of the handbook is included as a presentation of
teaching philosophy and building of common ground for
participants. These pages should be presented in a
discussion format.

II.

Assessment
This section of the handbook contains strategies for
assessing student performance. The pages in this section
should be presented with examples and discussed.
Participants should be encouraged to make personal notes
regarding the information and strategies presented.

Ill.

Behavior Management
This section of the handbook also includes background
knowledge and in addition to the activity pages. These pages
should be presented and discussed. Participants should be
encouraged to make personal notes regarding the
information and strategies presented.

IV.

Curriculum Modifications
This section of the handbook contains strategies that
teachers can utilize in their classrooms. The materials in
this section should be presented and discussed.
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Introduction
Foreword
I am continually inspired by the dedication, creativity and
eagerness of the Goldendale Primary School staff. Despite
increasing responsibilities and class sizes, you continue to make
your classrooms wonderful places for all children to learn and
grow. When students with special needs enter your classroom,
things can become even more complex. The challenges of the
inclusive classroom demand even more of your skill, talent, and
imagination. Planning for students with diverse needs,
collaborating with other staff members, juggling activities and
instructional strategies, scheduling and, of course, teaching
children are just some of the many tasks performed on a daily
basis.
The materials contained in this handbook are an assortment
of best practice strategies and activities drawn from current

literature and resources. They are designed to help Goldendale
Primary School teachers meet the academic and social needs of
students who make insufficient academic and social progress in
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their mainstreamed classrooms. The goal of this handbook and
training is to reaffirm your faith in the effective strategies you are
already using to help children succeed, and to provide you with
additional ideas and resources.
Format
The materials are divided into six sections:

1. Introduction: An overview of general teaching standards
and principles.
2. Assessment: A catalog of informal assessment
techniques and tools to be utilized on a continual basis in the
regular education classroom.
3. Behavior management: A series of diagnositic and
intervention strategies for meeting behavioral needs.
4. Curriculum Modifications: A presentation of guidelines for
shaping and revising classroom activities and presentation
formats to better meet the needs of individual students.
5. References: A comprehensive bibliography of the
resources utilized in the creation of this handbook.
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6. Appendix: A copy of an adaptation of the "Perceptions of
Knowledge and Skills" questionnaire used as the pre- and posttest evaluation.
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Facts vs. Classroom Reality
Classroom teachers are well aware of the discrepancy between
statistical figures and the changing classroom reality they face
every day. Although a class roster may number 24, sometimes it
may seem like 54. Following are some perceived discrepancies
related to inclusive classrooms.

)- Fact: Special services (Special Education, Speech and
Language Therapy, Occupational Therapy) only serve a small
percentage (approximately 12/o) of children.
)- Classroom Reality: A large number of students, who have
not been identified for special services, are at-risk for
school failure.

)- Fact: The least restrictive environment principle outlined in
the Individuals with Disabilities Education Act requires
schools to place students in the general education
classroom to the maximum extent appropriate.
)- Classroom Reality: Many of the students who qualify for
special services are being served full-day in the general
education classroom with little or no extra support.
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It goes without saying that teaching is an art form
developed through time and trial. Within the most productive,
safe and respectful learning environments five basic premises
abound:

+All students must be treated with dignity and
respect.
+Students can and should be taught skills for
success.
+ Motivation and responsibility should be encouraged
through positive interactions.
+ Misbehavior provides a teaching opportunity.
+Collaboration is critical - staff must work together
to meet student needs.
Sprick, Garrison, & Howard, pg. iii, 1998
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For All Students ...
Instructional decisions and practices should strive to benefit
all students in a classroom. Effective strategies for regular
education students can also be effective strategies for students
with special needs .

• Teaching is the facilitation of
learning for

illJ. students .

• We are striving for the success of illJ.
students .
• Good instruction meets the needs
of all students.

11

Effective teachers utilize a comprehensive classroom
management plan (Sprick, Garrison, & Howard, 1998 ). Such a
plan details measurable learning and behavioral goals and outlines
specific assessment tools to be utilized in measuring progress.
Among the most important facets of a comprehensive classroom
management plan are assessment strategies and tools, behavior
management practices, and curricular adaptations and
modifications.

The ABCe; of Teaching

A i5 for A55e55ment.

Cla55room a55e55ment i5 utilized

in determining a 5tudent'5 level of performance in order to
make in5tructional deci5ion5 to better meet the 5tudent'5
educational need5.

5 i5 for Behavior Management.

Managing 5tudent

behavior i5 critical in a 5ucce55ful learning environment.
Re5pon5ible 5tudent behavior i5 the ultimate goal in
behavior management.

C i5 for Curriculum Modification.

A 5ingle activity or ta5k

may not meet the need5 of every 5tudent. Modification5
can and 5hould be made in the pre5entation, completion
and a55e55ment of cla55room activitie5 and ta5k5.
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Assessment
In order to make knowledgeable decisions regarding student
instruction a teacher needs data reflecting levels of student
performance. There are numerous methods for assessing student
abilities, some of which are formal and others that are informal.
Formal assessments are generally utilized only annually and
include standardized or norm-referenced tests such as the Iowa
Test of Basic Skills (!TBS) and the Washington Assessment of
Student Learning (WASL). These assessments are excellent for
examining generalized patterns within a school or grade level.
However, this information is often not readily available to make
daily instructional decisions.
Informal assessments are utilized more frequently and
include criterion-referenced tests, anecdotal records, and teacher
observations. These assessments are more widely utilized in
making daily instructional decisions because the teacher is able to
link the assessment directly to instruction and gather immediate
data (Overton, 1992).
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This section of the resource handbook will focus on the
informal assessment techniques that are more readily useful to
classroom teachers.
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Criterion-Referenced Tests (a.k.a. Teacher-Made Tests)

Characteristics:
• developed by the teacher
• directly linked to the curriculum
•

students are evaluated on a given criterion rather than
compared to the performance of other students

Implementation:
• identify curricular goal
• design assessment probe
• determine performance standards
• administer the probe and evaluate

Typical Performance Standards:
• percentage assessment (75% correct indicates needed
improvement, 85% correct indicates average performance, 95/o
indicates mastery)
• item count (5/7 items correct, 8/10 items correct)
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Criterion-Referenced Tests (continued):
Sample Assessment:
Provide the student with a worksheet similar to the example.
Remind the student that the worksheet contains problems that
they have recently been working on. Instruct the student when to
begin work and when to stop. Evaluate the child's progress.

Curriculum: Addition facts with sums of 10 or less.
Objective: John will answer 9/10 addition problems, with sums of 10
or less, correctly.

5

3

8

+2

+2

+2

9
+1

4

6

7

2

4

1

+5

+2

+3

+4

+3

+6

Performance: - - - Objective Passed: _ _ __
Continue on Current Objective:
(Overton, 1992)

(
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Checklie;te;
Characterie;tice;:
• documents and summarizes students completion of academic
or behavioral skills
• quick reference of skills mastered and those still to be learned

Implementation:
• list skills to be mastered
• administer appropriate probes
• record date(s) assessed and mastery if achieved

Sample Checklie;t:
Record dates that skills are taught and date when the skill has
been mastered.
Student:
Grade:
Skill
Mastered
Taught
Initial Consonants
Short Vowel Sounds
Long Vowel Sounds
Initial Clusters
Diagraph/Dipthong
Suffixes
Prefixes
(Overton, 1992)
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Characterie;tice;:
• involves breaking down a task into the smallest steps or skills
required to complete the task
•

helpful in determining the specific point at which a child
struggles with a task or activity

Sample Tae;k Analye;ie;:
Choose a target skill and list the incremental steps required to
complete the target skill.
Skill: Adding single digit numbers with sums of 10 or less
Subskills: One-to-one correspondence
Counts objects 1 to 10
Combines groups of objects to form a single group
Identifies numerals 1 to 10
Writes numerals 1 to 10
Understands mathematical symbols+ and=
(Overton, 1992)
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Error Analysis
Characteristics:

• involves identifying patterns of errors in student work
Sample Error Analysis:

Collect samples of the students work in a particular area or skill
and note any pattern(s) of errors that are evident.
Student work in daily writing:
i went to the zoo
we will go.
do you want to come
Error Patterns:
- does not capitalize the first letter of the sentence
~ inconsistent punctuation

(Overton, 1992)
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Anecdotal Records
Characteristics:
• Chronological account of students progress
•

Lists specific strengths and weaknesses as observed in daily
work

• Easy to conduct during daily activities

Implementation:
•

Decide on the method for recording (mailing labels, index cards,
tracking sheets)

•

Monitor and observe student work

• Record and date brief notes about student performance

Sample Anecdotal Record:
Record specific behaviors exhibited by the student. Include as
many measurable details as possible.
John Smith
5/4/99
Addition problems with regrouping
John consistently works from right to left as he adds each
column. He forgets to carry in the tens place approximately 50%
of the time.
(Overton, 1992)

Informal Reading Ae;e;ee;e;mente;
Characterie;tice;:
• Diagnostic instrument
• Generally quick to administer
• Provides specific data on areas of strength and areas of need

Examplee; of Informal Reading Ae;e;ee;e;mente;:
• Retelling - the teacher asks probing questions to assist the
student in retelling the story using vocabulary and phrases
directly from the story.
• Cloze - an unfamiliar passage is rewritten with selected words
left out. The first and last sentences are left intact. The
student reads the passage and supplies the missing words .
. .. The cat climbed up the _ _ _ to hide from the dogs ....
• Maze - similar to the Cloze activity except that words to
choose from are provided for each word left out. The student
selects the correct response .
. . .The cat climbed up the

to hide from the dogs ....
(broom, tree)

20
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• Informal Reading Inventory (IRI) - student is assessed using
leveled passages. The teacher marks reading errors as the
child reads. This is followed with comprehension questions
which are analyzed for knowledge on main idea, detail,
vocabulary, inferencing and/or sequencing.

(Overton, 1992)

Portfolios
Characteristics:
• " ... a meaningful collection of student work that exemplifies the
students interests, attitudes, range of skills and development
over a period oftime·(Gelfer & Perkins, 1998, p. 44)."
• an on-going observation of student work
• demonstrates strengths and weaknesses
•

encourages reflective thinking

Implementation:
• identify the goals of the portfolio
• determine the portfolio style
•!• showcase - a collection of the students finest work
•!• cumulative - a summative progression of the students
learning
•!• goal-based - a collection of work that demonstrates growth
toward an established goal
•!• other - any collection of student work with a predetermined
purpose
• determine organizational procedures
• train students in goals and procedures

22
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•

assign projects that relate to the overall goal

•

select items to include in the portfolio and rationalize their
significance

• review and evaluate the portfolio
(Defina, 1992)
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Behavior Management
Due to a multitude of factors, teachers seem to be dealing
with more and more at-risk students (Sprick, Sprick, & Garrison,
1993). Some are chronically angry or hostile, while others are
unmotivated or withdrawn. Some need continual interaction and
reassurance, while others seem perpetually disruptive. These
issues must be addressed in order for the child to experience
success within the school environment.
The classroom teacher understands the gravity of
classroom behavior problems and quickly recognizes the
degenerative effects that a student exhibiting behavior problems
can have in the classroom. With more than one at-risk student in
the classroom, the magnitude of such problems seems to intensify
insurmountably (Rhode, Jenson, & Reavis, 1995).
The potential causes of behavioral problems can be
multifaceted, making successful intervention strategies difficult
to select and implement. In his book, Characteristics of Emotional
and Behavioral Disorders of Children and Youth, James M.
Kauffman (1993) categorizes the causal factors of behavioral
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problems into four main categories: biological factors; family
factors; school factors; and cultural factors. As educators, we
only have direct influence on the school factors and the manner in
which our classroom operates.
The key to effective classroom management is planning.
Defining and teaching clear expectations can help to ensure that
all students successfully acquire knowledge and learn skills and
that few disruptive or inappropriate behaviors occur. Careful
planning can also expedite fair and consistent management of
problem behaviors as they occur (Sprick, Garrison, & Howard,

1998).

Types of Misbehaviors
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Misbehaviors fall into one of five basic categories, each requiring a
different corrective response.
~ Early Stage Misbehaviors

This is a minor misbehavior for which you have no
predetermined consequence. This type of misbehavior
generally requires only a simple corrective strategy such as
supplying specific behavioral feedback to the student
regarding his or her behavior.
~ Awareness-Type Misbehaviors

This misbehavior is a result of the student's lack of
awareness regarding his or her engagement in the
inappropriate behavior. Providing the student with clear
behavioral expectations and cueing him or her during each
occurance of the misbehavior may eliminate this type of
misbehavior.
~ Ability-Type Misbehaviors

These misbehaviors stem from a student's physiological
inability to exhibit the appropriate behavior or a lack of
knowledge and skills for how to demonstrate the appropriate
behavior. Physiological inability to perform the appropriate
behavior will require modification of expectations and/or the
learning environment. Lack of knowledge or skills for
performing the appropriate behavior will require specific
behavioral training.

~ Attention-Seeking Misbehaviors
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This type of misbehavior is a mild, recurring behavior that a
student knows is unacceptable, but engages in as a way of
getting teacher or peer attention. The best method for
dealing with this type of misbehavior is planned ignoring
coupled with noncontingent attention and attention to
appropriate behavior.
~ Purposeful/Habitual Misbehavior

This type of misbehavior is chronic and serves a purpose
other than gaining attention. The purpose may be avoidance
of a situation or task or to achieve a sense of power or
control. This type of misbehavior requires an intervention
plan and may employ corrective consequences.
(Sprick, Garrison, & Howard, 1998)
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Factors Contributing to Misbehavior
Misbehavior generally serves a purpose for the student exhibiting
it. Misbehavior may occur as a result of:
o Inappropriate curriculum

•
•
•
•
•

Time constraints
Difficulty level
Presentation format
Cultural/linguistic barriers
Lack of access to equipment, materials and/or resources

o Student's inability to understand the concepts being taught

• Teaching and learning styles conflict
• Inability to see usefulness Qr transference
o Student's disability

• Unable to control response
• Deliberate misbehavior
o Physical arrangement

•
•
•
•

Group size
Group composition
Proximity
Natural distractions

o Time management factors

• Scheduling
• Transitions
• Duration of work periods
(Daniels, 1998)

Critical Factors for Effective Behavior Management
Once again, effective behavior management begins with
comprehensive planning.

Instructional Goals and Objectives:
•
•
•
•
•
•

Good instruction is based on sound planning
Be intentional in your teaching
Maintain goal oriented instruction
Maintain a brisk, up-beat tempo
Provide positive feedback and interactions
Remember that enthusiasm is contagious

Physical Arrangement:
• Maintain unobstructed observation of all students
• Keep sufficient space between students to minimize
inappropriate behavior
• Clearly delineate work-only areas from other less formal areas
• Create isolation areas for disruptive or off-task students

Time Structure/Organization:
•
•
•
•
•

Maximize available time
Maintain a predictable schedule
Post daily schedule
Establish consistent routines
Construct well organized stations for supplies and materials
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Critical Factors for Effective Behavior Management (continued)
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Expectations:
•
•
•
•
•

Be very specific about what is expected
Keep rules few and concise
Design detailed lessons for teaching expectations
Define and maintain fair and consistent consequences
Monitor behavior and re-teach expectations as necessary
(Sprick, Garrison, & Howard, 1998)
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Steps for Modifying Behavior
Chronic misbehavior generally requires a planned strategy to bring
about behavioral changes. The following steps are designed to
facilitate the behavioral change process:
1. Identify the problem behavior - If more than one problematic
behavior exists, choose the most overt behavior as the focus.
2. Define the problem behavior - Specifically define what behavior
will be monitored and write it in observable terms.
3. Collect baseline data - Record the frequency, duration, and
magnitude of the behavior.
4. Conference with the student - Discuss the problem behavior
and set goals for improvement.
5. Define the intervention/management plan - Decide upon the
cueing system, corrective procedures, rewards and
consequences that will be utilized.
6. Implement the intervention plan and monitor behavior Document student progress and provide feedback.
7. Follow-up - Conference with the student to discuss behavioral
progress and determine any need for continued monitoring.

(McConnell, 1999)

Behavior Management Strategies
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Proactive planning can help reduce the need for and use of
behavioral consequences. The following are examples of proactive
behavioral management strategies:
Rules and Expectations
o Establish expectations for student behavior that results in

optimal learning and a sense of self-worth for each child.
o Focus on responsible behavior.
o State rules positively.
o Limit the number of rules to between 3 and 5.
o Examples of positively stated rules:

•
•
•
•
•
•
•
•
•
•

Be responsible
Always try
Do your best
Cooperate with other
Treat everyone with respect and dignity
Work cooperatively as a community of learners
Respect others' rights to learn
Arrive on time, ready to learn, with all your materials
Follow directions
Keep your attention focused
(Sprick, Garrison, & Howard, 1998)
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Noncontingent Attention
• Attention that is not contingent on any specific
accomplishment.
• Motivates students because they feel noticed and valued.
• Provides a model of positive social interactions.
• Examples of noncontingent attention:
o Greeting students as they enter the classroom
o Showing an interest in student work
o Inviting students to ask for assistance
o Having social conversations with students as time

permits
o Interacting with a student with whom you have recently
dealt with behavior
(Sprick, Garrison, & Howard, 1998)
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Positive Feedback
o Confirms for students that they are on the right track and

increases the probability that they will strive to demonstrate
the same behaviors in the future.
o Feedback should be accurate and specific.
o

Feedback should be related to a behavior with some level of
importance.

o

Feedback should be age-appropriate.

o

Examples of positive feedback:
• "John, you added the numbers carefully and came up with
the correct answer."
• "Your sentence has a capital, a subject, an action, and a
period. That is a complete sentence."
(Sprick, Garrison, & Howard, 1998)

(

Positive Reinforcement
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• The giving of a "reward" for exhibiting a desired behavior that
increases the likelihood of the behavior occurring in the future.
• The single, most effect behavioral management strategy.
•

Builds self-esteem and respect.

•

Determine what "rewards" are reinforcers for the student.
(Not every student enjoys candy and some students will be
motivated to work for extra assignments.)

• Remember to implement the simplest, most natural
reinforcement for the situation.
• Examples of tangible rewards:
~Stickers
~ Food
~ Prizes

~ Certificate

•

Examples of privilege rewards:
~ Earning "free time"
~ Lunch with the teacher
~ Using a computer
~ Leading a game
~ Tutoring a younger student
~ Listening to music
~ Visiting the principal
(Sprick, Garrison, & Howard, 1998)

Classroom Incentives

36

• Whole class rewards celebrating group success.
• Recognizes an important behavior or accomplishment.
• Highly motivational for minor behavior problems.
• Examples of Classroom Incentives:

•!• 100 Squares: Create a chart with a 10 by 10 grid listing
the numbers 1 to 100 in order. Locate two containers and
100 small tokens such as poker chips, formica samples, or
popsicle sticks. Number the tokens from 1to100 and
place in a labeled "draw" container. When the entire class
is working well on the desired behavior, select a student to
draw a numbered token from the "draw" container. Initial
or color in the corresponding square on the 100 squares
grid. Place the used token in the "used" container. When
ten squares in a row - horizontally, vertically, or diagonally
- have been filled, the entire class gets one of the group
rewards that have been identified.

•!• Token Economy: Using pretend money, students are "paid"
for responsible behavior (being on time, following
directions, getting work completed, etc.) and/or a
classroom job (lunch monitor, tutor, custodian, etc.).
They use the money to "purchase" a variety of items or
privileges. Advanced systems can include savings and
checking accounts, rent on desks and lockers, and taxes
on earnings.
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•!•

Lottery Tickete;: Create lottery tickets to award to
students for exhibiting responsible behavior. On an
unpredictable basis, present individual students who are
following the rules/demonstrating responsible behavior
with lottery tickets for a weekly drawing. Be sure to tell
the eit.udent. exact.ly what. t.he ticket was awar·ded for.
Each Friday before the drawing, announce the reward(s)
that you will be drawing for. Draw a ticket and read the
responsible behavior along with the student's name. After
the drawing dispose of the old tickets and begin again the
following week.

•!• Myetery Behavior of the Day: Display a large envelope with
the words "Mystery Behavior of the Day" in a prominent
location in the classroom. Decide on a particular positive
behavior or trait to focus on for that day. Write the
behavior on a slip of paper and place it in the envelope.
Throughout the day, watch for the target behavior and
make note of the students who display the target
behavior. Near the end of the day reward the students
you have "caught" exhibiting the mystery behavior of the
day. Allow students to guess what the mystery behavior
was and check the envelope to confirm. Be sure to vary
the mystery behavior so that no student goes too long
without being "caught" exhibiting the mystery behavior.

•!• Radio Reward: If the entire class finishes the day with no
checks or names on the board, they may have the final
four or five minutes to listen to the radio. The rules are:
they can select the station ... you select the volume.

(
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•!• Secret Code: Plan an activity that will become your secret
code (e.g., popcorn party). Each time the class is
behaving appropriately, walk to the board and write a
letter of your secret code. When the entire code is
completed, the student0 receive the positive
reinforcement activity ... popcorn party.

•!• Chance Cards: Prepare enough "Chance Cards" for each
student in the class. On the back of each card, write a
free time activity. On Monday, tell the class that if a
student is "caught" behaving appropriately, he or she has
earned the right to draw a "Chance Card" (only one card
per week). On Friday afternoon, give students who have
drawn cards the "chance" to redeem the free time
activities during the last hour of the day. Students who
have not drawn cards should do regular class work.

•!• Marbles in a Jar: Select a small jar or clear container and
gather a large supply of marbles. Reward individual or
group positive behavior by allowing the student(s) to place
a marble in the jar. When the jar is full, the entire class
receives the pre-selected reward. This is doubly
motivating because the sound of the marble dropping into
the jar is rewarding as well as the overall gain towards the
goal.
(Sprick, Garrison, & Howard, 1998)

Ae;e;ertive Die;cipline
);>- Have clear consequences for following and not following the

rules.
);>- Use warnings with incremental consequences
);>- Give positive attention when students are behaving

appropriately.
);>- Examples of Assertive Discipline:

• Proximity Control: Circulate among students. Spend
additional time near off-task or disruptive students. A
hand on their shoulder or a direct look and quiet reminder
is often effective in refocusing students.

• Cueing: Conference with the student regarding the
inappropriate behavior and privately arrange a signal
(verbal or non-verbal) that the teacher will use to cue the
student to redirect their actions. Whenever the student
engages in the problematic behavior, give them the
predetermined cue and monitor to see if the student
responds appropriately.

• Behavioral Contracte;: Conference with the student
regarding the problematic behavior. Design a contract
that specifically lists the inappropriate behavior, the
behavioral expectations, the behavioral goal, and the
reinforcement that will be given when the goal is reached.
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• Color-Coded Cards: Arrange a pocket chart with individual
pockets for each student. Determine a series of colored
cards that correspond to the behavioral consequences
established in your classroom. Begin each day with all
students on the "keep up the good work" card. When a
child behaves inappropriately, instruct them to "change
their card" which results in a mild consequence. Each
card change should involve a more severe consequence.
At the end of the day, change all cards back to the "keep
up the good work" card.

• Time Outs: Invite a disruptive student to remove him or
herself to a predetermined location whenever their
inappropriate behavior is disrupting the learning in the
classroom. The time-out location can be within the room
or within another prearranged classroom. Be certain that
the student is aware of what inappropriate behavior he or
she was exhibiting and has a plan for participating
appropriately before returning to the group.

(Sprick, Sprick, & Garrison, 1993)
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Curriculum Modifications

The goal of classroom adaptations should focus on student
success. This can b.e accomplished by individualized instruction
focusing on student strengths, learning style and unique needs.
Classroom adaptations should maintain high standards and never
"water down" the curriculum or lower the standards (Tilton, 1996).
While expectations can be high, they need not be rigid.
Adjustments can be made .for students without sacrificing
standards. Children and adults alike lose interest in
pursuing any goal that is completely unattainable. At the
same time, little satisfaction is gained from reaching goals
that offer no challenge at all. (p. 26)
The process of curriculum modification is not a matter of
generically reducing assignments or teaching at a slower pace. It
is a matter of evaluating individual student needs and reshaping
tasks, assignments, and presentation formats to help ensure
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student success (Tilton, 1996). Revising classroom materials
effectively will help not only the students who struggle, but also
the other students in the classroom. All students benefit from
improved materials and strategies.

Modifying Written Materlale;
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Modifying the written materials that students utilize can greatly
increae;e their chancee; of success.
~

Layout
Problematic materials:
• Over-crowded, single-spaced materials
• Small answer spaces
• Too many items on one page
• Having to jump from one part to another to complete an
ase;ignment
Engaging materials:
• Adequate "white space" on the page
• Fewer, well-spaced problems
• Large answer spaces
• All connected material on the same page

~

Directione;
Problematic Format:
• Wordy directions with extraneous information
• Too many directions or steps grouped together
• Tricky terminology or vocabulary
Engaging Format:
• Clear and concise directions with examples
• Directions broken into steps for each part of an assignment
• Visual clues (a circle around the directive "circle")

~ Content
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Problematic Content:
• Lack of relevance between task and objective
• Reading level too difficult
• Information overload
• Poor organization
• Obscure information
Engaging Content:
• Task directly correlates to objective
• Appropriate readability
• Information is clear and well formatted
• Small segments of information
• Utilizes visual organizers
(Tilton, 1996)

Modifying Presentation Style (Teaching and Learning Styles)
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Providing instruction through a multi-modal approach helps ensure
that the knowledge and information will be accessible to more
students.
~ Statistics indicate that students learn best through visual

and tactile/kinesthetic input.
~ Students retain:

10 percent of what they read;
26 percent of what they hear;
30 percent of what they see;
50 percent of what they see and hear;
70 percent of what they say; and
90 percent of what they say and do.
(Reif, pg. 53, 1993)
~ Information must be presented in a multisensory format in

order to meet the needs of all students in a classroom.
~ Multisensory Facets:

o Auditory Instruction

•
•
•
•

Presenting information orally
Teacher read or discussed materials
Audio taped material
Music
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o Visual Instruction
• Presenting information through sight
• Charts and posters
• Overhead projector presentations
• Movies and slides
• Graphic organizers
o Tactile/Kinesthetic Instruction
• Presenting information through hands-on activities
• Games
•
•
•
•
•

Experiments
Movement activities
Flashcards
Manipulatives
Projects

o Spacial Instruction
• Presenting information using meaningful designs or
color
• Geometric shapes
• Color-coding
• Charts and matrixes
o Verbal Instruction
• Restating or relating learned information
• Brainstorming lists
• Cooperative learning groups
• Tutoring
• Storytelling

47

~ Example of Multisensory Instruction

o Skill: Multiples of 4
o Audiory activities

o

o

o

o

• Oral skip counting by 4s
• Multiplication rap or melody
Visual activities
• Multiplication charts
• Multiplication fact cards
Tactile/Kinesthetic activities
• Student made fact 4 flash cards
• Computer and calculator games
• Manipulatives (Unifix cubes, counting chips)
• Dice Games
• Chalkboard practice
Spacial activites
• Color-coding place value numbers
• Organize facts into "bowling pin" pattern
Verbal activities
• Orally stating facts
• Tutoring peers on facts
(Rief, 1993)
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Modifying Activities and Assignments
When modifying activities and classroom assignments, remember
to maintain high standards while focusing on individual student
needs.
);> If modifications are necessary in order for the student to be

successful, maintain the curricular objective and choose an
alternative activity that matches the student's learning style.
);> Examples of activity and assignment modifications:

• Highlight important information on the page
• Shorten assignments based on mastery of key concepts
• Allow alternative methods for recording information
(computer, audio tape, scribe, ... )
• Give directions orally and in writing
• Allow assistive devices (calculator, computer, textbook, ... )
• Assign partner or group activities
• Provide study guides
• Teach mapping and note-taking skills
• Provide printed copies of overheads and notes
• Break long-range assignments into smaller, sequential steps
• Extend due dates
• Allow take-home activities and assignments
(Chalmers, 1992)

Classroom Activities
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The following classroom activities foster participation by students
of all ability levels.
•!• Hit the Buzzer
A quick review game that involves all students in response. The
teacher asks questions or holds up flash cards. As soon as a
student knows the answer, he or she interlocks fingers and
"hits" an imaginary buzzer. No verbal response is allowed until
the teacher calls for it. This may be a choral response or an
individual student response.

•!• "I Have ... Who Has?"
A review activity that capitalizes on auditory reinforcement.
Each student receives a card with an answer to a question
followed by a new question. One student has a card with "start
here" in the middle of the card. That student begins by asking,
"Who has ... ?" The student with the correct response calls out,
"I have ... " and then asks the next "Who has ... ?" The activity
continues until a question is asked which is answered by the
person who began the game.
•!•ZAP!
A skill reinforcement game for small groups. The teacher uses
note cards or wooden sticks to list questions or facts. These
game pieces are placed in a can or basket. One student at a
time draws a stick and responds by reading the word, question,
or fact and providing an answer. If correct, the student keeps
the card or stick and play continues to the next student.
Inside the can, there are also "wild cards" including the "ZAP!"

card. When a player draws the ZAP! Card, he or she looses all 50
points and the cards or sticks must be returned to the can.
Other wild cards may include: skip a turn, give the person to
your right a card or stick, lose and turn, and free card.

•!• Book in a Bag
Reserve the last five minutes of each day for book in a bag.
Each student has a heavY-duty, gallon, freezer bag. The
children choose a book from the classroom library that is
placed in the freezer bag and taken home. At home, the child
may read the book independently, look at the pictures or ask a
parent, sibling or babysitter to read it aloud. The child returns
the book and bag to the proper locations the following day.
(Tilton, 1996)
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Appendix
Pre- and Post-Test of Perceptions of Knowledge and Skills.
The following questionnaire was adapted from the original
questionnaire created by Vera I. Daniels and Sharon Vaughn. It
was originally published in the May/June 1999 issue of Teaching
Exceptional Children.
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Perceptions of Knowledge and Skills
Directions: For each of the following questions, please indicate your perceived level of
"knowledge" and "skills" according to the following scales:

KNOWLEDGE
1 = No Knowledge
2 = Limited Knowledge
3 =Undecided
4 = Moderate Knowledge
5 = Adequate Knowledge

SKILLS
1 = No Skills
2 = Limited Skills
3 =Undecided
4 = Moderate Skills
5 = Adequate Skills

ASSESSMENT
Knowledge:
1. Tools and techniques for assessing:
a. academic achievement
b. occurances of misbehavior

Response

2
1 2

3
3

4
4

5
5

2

3

4

5

3. Uses of formal and informal assessment instruments 1 2

3

4

5

Skills:
4. Interpreting and using assessment data for
instructional planning

1 2

3

4

5

5. Developing/selecting assessment tools that are
sensitive to cultural, linguistic and/or gender
differences

2

3

4

5

6. Utilizing appropriate technologies to meet and
assess instructional objectives

1 2

3

4

5

2. State and district assessment tools and standards
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ASSESSMENT (Cont.)

7. Involving the student in setting instructional goals

2

3

4

5

1 2

3

4

5

1 2
1 2
1 2

3
3
3

4
4
4

5
5
5

2

3

4

5

Knowledge:
11. Basic classroom management for students with
exceptional learning needs in terms of:
a. theories
b. implementation
c. techniques

1 2
2
2

3
3
3

4
4
4

5
5
5

12. Research based best practices for effective
classroom management

1 2

3

4

5

13. Applicable laws, rules, regulations, and procedural
safeguards regarding management of student
behavior

1 2

3

4

5

14. Ethical considerations inherent in classroom
behavior management

1 2

3

4

5

and charting progress

8. Conducting and using task analysis
9. Student learning objectives
a. sequencing student learning objectives
b. implementing student learning objectives
c. evaluating student learning objectives
10. Conducting self-evaluation of instruction

BEHAVIOR MANAGEMENT
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BEHAVIOR MANAGEMENT (Cont.)
15. Teacher attitudes and behaviors that
a. positively influence student behavior
b. negatively influence student behavior

1 2
2

3
3

4
4

5
5

16. Social skills needed for educational environments

1 2

3

4

5

17. Effective instruction in the development of
social skills

1 2

3

4

5

2

3

4

5

1 2

3

4

5

2

3

4

5

1 2

3

4

5

22. Designing, structuring and managing daily classroom
1 2
routines, including transition time, effectively

3

4

5

23. Demonstrating a variety of effective behavior
management techniques appropriate for the needs
of exceptional children

2

3

4

5

24. Modifying the learning environment (schedule and
physical arrangement) to manage inappropriate
behavior

1 2

3

4

5

25. Identifying realistic expectations for behavior in
various settings

1 2

3

4

5

Skills:
18. Integrating social skills into academic curricula
19. Establishing and maintaining rapport with learner
20. Using verbal and non-verbal communication
21. Creating a safe, positive, and supportive learning
environment
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BEHAVIOR MANAGEMENT (Cont.)
26. Integrating social skills into the curriculum

1 2

3

4

5

27. Using effective teaching procedures in social skills
instruction

1 2

3

4

5

28. Demonstrating procedures to increase
a. student self-awareness
b. student self-control
c. student self-reliance
d. student self-esteem

2
1 2
2
1 2

3
3
3
3

4
4
4
4

5
5
5
5

2

3

4

5

30. Instructional and remedial
a. methods
b. tec~niques
c. curriculum materials

2
2
1 2

3
3
3

4
4
4

5
5
5

31. Techniques for modifying
a. instructional methods
b. instructional materials

2
1 2

3
3

4
4

5
5

Skills:
32. Preparing appropriate lesson plans

1 2

3

4

5

33. Selecting instructional strategies and materials
to meet the learners needs

1 2

3

4

5

CURRICULUM MODIFICATIONS
Knowledge:
29. Curricula for the development of academic skills
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CURRICULUM MODIFICATIONS (Cont.)
34. Adapting instructional strategies and materials
to meet the learners needs

1 2

3

4

5

35. Using instructional time adequately

1 2

3

4

5

36. Teaching students to use thinking, problem-solving,
and other cognitive strategies to meet their
individual needs

1 2

3

4

5

2

3

4

5

38. Incorporating evaluation, planning and management
procedures to match instructional environments with
learner needs
1 2

3

4

5

37. Preparing and organizing materials in order to
implement daily lesson plans

CHAPTER FIVE
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
Summary
Today's general education teachers are faced with greater
expectations and responsibilities than ever before, not the least of which
includes adapting their teaching to high-needs students. Coupled with
time and resource shortages, meeting student needs by special education
direct service is becoming ever more difficult.

With so much emphasis

placed on student needs, the needs of educators can easily be
overlooked. School boards and administrators would do well to evaluate
the needs of teachers as well as those of students in the creation of
district programs. One of the needs that teachers have is to acquire
strategies that promote learning for all children in their inclusive
classroom settings. The series of materials prepared for this project
addresses this need.
Conclusions
This project attempted to create a source of knowledge and skills
for classroom teachers to better support them in their efforts to create
an appropriate learning environment for students with disabilities.
Specific areas addressed by the resource materials include assessment

27

28
tools and strategies, behavior management skills, and curriculum
adaptation and modification ideas. The resource materials could
effectively and efficiently be presented in a workshop format.
Recommendations
For greatest effectiveness, it is recommended that administrators
and/or workshop presenters provide ample time during and between
training sessions for participants to ask questions, share difficulties as
well as ideas and strategies, and conduct trial implementations within
their classrooms. Further, the trainer must be available to follow up on
questions regarding implementation of the proposed practices. It is also
recommended that additional training sessions and/or collaborative
processing and planning sessions follow the initial workshop at regularly
scheduled intervals.
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